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Título: Habilidad narrativa e identificación de valores y contravalores en 
dibujos animados por alumnado de Educación Primaria. 
Resumen: Esta investigación analiza si la estructura (no narrativa o narra-
tiva) que caracteriza a dibujos animados incide en la habilidad narrativa e 
identificación de valores y contravalores frente a factores personales (edad, 
curso educativo, sexo y nivel atencional) o contextuales (red e índice socio-
económico y cultural del centro educativo) del alumnado de Educación 
Primaria. Se ha contado con la participación de 186 estudiantes que han re-
latado el episodio visionado. El estudio tiene un diseño cuasiexperimental 
con metodología mixta (cuantitativa y cualitativa). Los resultados obteni-
dos mediante análisis de regresión confirman que la estructura incide en 
mayor grado que el resto de factores. Se concluye que conviene considerar 
el tipo de estructura de los contenidos audiovisuales, y no solo la potencia-
lidad en valores o contravalores, tanto en investigaciones futuras como al 
diseñar e implementar intervenciones en el ámbito formal e informal. 
Palabras clave: habilidad narrativa; valores; contravalores; dibujos anima-
dos; educación primaria; regresión. 
  Abstract: This research analyses whether the structure (non-narrative or 
narrative) that characterizes cartoons affects the narrative skill and identifi-
cation of values and countervalues, as opposed to personal (age, school 
year, gender and attention level) or contextual (school network and socio-
economic and cultural index of the school) factors of Primary Education 
students. 186 students participated in it, who have reported on the episode 
watched. The study has a quasi-experimental design with blended meth-
odology (quantitative and qualitative). The results obtained through regres-
sion analysis confirm that the structure has a greater effect than the rest of 
the factors. We conclude that it is advisable to consider the structure of 
audio-visual content, not just the potential values or countervalues, both in 
future research and in designing and implementing interventions in formal 
and informal settings. 
Keywords: narrative skill; values; countervalues; cartoons; primary educa-
tion; regression. 
 
Introduction 
 
Children's fictional programming (cartoons, series, films) 
bear great potential as tools to influence how systems that 
represent boys and girls are built, appealing to different at-
tention modalities. They can take on educational value in so-
cialisation of minors, since they contribute, to a greater or 
lesser extent, to the development of narrative skills and of 
values/countervalues. 
A study by Bermejo (2005) on two cartoon contents that 
were structurally different, Dragon Ball (non-narrative struc-
ture) and David el Gnomo (narrative structure), and their rela-
tionship to Primary Education students' attention and narra-
tive skill, defends that the non-narrative structure influences 
the processing and compressing of narrations in minors, 
such that when asked what the episode was about, instead of 
organising the stories hierarchically (stating beginning, climax 
and resolution), they generically stated that it was "about 
fights." However, the narrative structure's content encour-
ages comprehension, and helps to train voluntary attention 
by following the narration itself, progressively increasing at-
tention intensity in relation to the path the story follows 
while being viewed. 
According to Aierbe & Oregui (2016), structural charac-
teristics (non-narrative or narrative) and content characteris-
tics (greater or lesser number and type of val-
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ues/countervalues and emotions shown) in children's fiction 
programmes like cartoons can facilitate or prevent minors 
from delving into the message and discerning the conse-
quences and motives behind the characters' thoughts, emo-
tions and actions. To this end, when analysing the media 
competency of boys and girls, a structural and content analy-
sis of fictional programmes preferred by children takes on 
special relevance. This should be complemented with recep-
tion studies, meaning not only considering the potential val-
ues/countervalues that they communicate, but also those 
that students perceive in said media content when retelling 
the story.  
There is no doubt that narrations have special education-
al relevance for younger generations, given that boys and 
girls use them to attempt to give meaning to their experienc-
es (Hymes, 1982). 
A frequent technique to analyse comprehension of mes-
sages is retelling, which consists of asking the participant to 
share an incident or real event they experienced, or to repeat 
the story in a narration provided with printed material, imag-
es, audio or audio-visual content, such as an episode of a car-
toon or television series (Benaissa, 2014; Flake, Lorch & 
Milich, 2007).  
Different studies analyse if the way stories are shown, 
orally or with visual support, influences the extension and 
quality of the stories told by students, and they conclude that 
they are more complete with visual support (Schneider, 1996; 
Schneider & Dubé, 2005), even in medium and low socioec-
onomic contexts (McConnell, 2011). Klop et al. (2013), for 
example, determined that sharing the viewing space with ex-
aminers does not affect the quality of the stories told by stu-
dents, with and without speech disorders, in terms of micro 
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and macrostructural variables. The microstructural variables 
measured were productivity (total number of words and 
units), syntactic complexity (average length of the unit) and 
lexical diversity (total number of different words). Macro-
structural variables included cohesion measurements (num-
ber of complete links, incomplete links and erroneous links) 
and story structure. 
Ukrainetz et al. (2005), from an evolutionary perspective, 
compared fictitious stories created by three age groups (5-6, 
7-9 and 10-12 ages), and discovered that narrative skill in-
creased with age. Longobardi, Spataro, Renna & Rossi-
Arnaud (2014) concluded that narrative skill is more devel-
oped in 4th and 5th year than in 3rd year of Primary Educa-
tion, and are of the opinion that at these ages, it is preferable 
to use fictitious narrations, given that the student demon-
strates less capacity to write personal narrations in compari-
son with fictitious and hypothetical narrations. These more 
current works of research confirm what certain classic stud-
ies defend, such as Berman (1996), McCabe & Peterson 
(1991), Slobin (1996), Stein & Glenn (1979) and Trabasso, 
Secco & van den Broek (1984), in addition to others. 
Regarding research into the values and countervalues 
communicated by children's media programmes, there are 
several studies that analyse, through content analysis, the po-
tential values/countervalues represented therein. Thus, 
Alonso (2016), within the context of Spain, delves into the 
values communicated in cartoons, both through content and 
aesthetic, in order to discover the quality of children's televi-
sion. In total, Alonso examines over 600 characters and 163 
series of different nationalities, concluding that, currently, 
violence and lack of gender equality are highly represented. 
On the other hand, Fabbro & Sánchez-Labella (2016) ana-
lyse content in values and countervalues of children's pro-
grammes shown on public television in Argentina and Spain, 
and find that values predominate therein. 
Some works indicate the prominent role of television in 
forming positive attitudes toward cultural and ethnic groups, 
and to inculcate an adequate perception of social reality, as 
well as a tolerant and multicultural awareness, such as Glad-
kova (2013), for example, who emphasises the development 
of values of pluralism and cultural diversity in minors. Addi-
tionally, Özer & Avci (2015) study two cartoons in depth, a 
Turkish one called Pepee and a Canadian one, Caillou, in order 
to research how their cultural values are presented. Other 
studies, such as by Russo, Crescentini, Castelli, Missaglia & 
Jabes (2007) focus on shaping values and social representa-
tions related to childhood abandonment. Tamborini, Hahn, 
Prabhu, Klebig & Grall (2017) determine the frequency with 
which behaviours are driven by altruistic/selfish motivations, 
executed by pleasant/unpleasant characters, reward-
ed/punished or present in content geared toward different 
age groups (2-5, 6-11 and 12-17 ages). They found that the 
behaviours represented highlighted skills, autonomy and rela-
tions in older age groups.  
There are fewer studies on the reception of val-
ues/countervalues by minors, such as Fogel (2006), who ex-
amined the television habits of pre-adolescents (8 to 12 ages) 
in southern California to verify if parental mediation foments 
the perception of pro-social values upon watching an epi-
sode of the series Hang Time. Students reported that they 
prefer cartoons (81%) over other programmes, and found 
that scoring in the perception of tolerance and friendship in-
creased in the experimental group. Šramová & Pavelka 
(2017) studied the perception of Czech preschool children of 
media messages. They attempted to determine the effect of 
advertising on purchase processes through semi-structured 
interviews with parents and children. This is one of the few 
reception studies that alludes to perception of countervalues. 
In a study conducted in Taiwan, Hadley & Nenga (2004) in-
dicate that children are not merely passive recipients of the 
media messages, but that they rather actively interpret them 
in terms of values and countervalues, and incorporate them 
into their own play with peers. Along the same lines, 
Abuzahra, Farrah & Zalloum (2016) highlight, from a con-
structivist perspective, the pedagogical value of children's fic-
tion, given that it acts as an incentive to improve student par-
ticipation and collaborative discussion. Labaš & Maleš (2017) 
study the perception of ethical values in messages issued by 
electronic media on the part of Croatian adolescents, and 
their relation to sociodemographic factors, such as the par-
ents' educational level, the family's economic situation and 
the student's gender. They find differences regarding the 
student's gender and the parents' education level, given that 
female students show greater sensitivity to ethical issues, and 
male students whose parents have a lower level of education 
perceive a lesser number of ethical values.  
A quasi-experimental research work, conducted over 
several phases, considering the type of structure of the car-
toons in relation to the narrative skills and perception of val-
ues/countervalues by Primary Education students (Aierbe & 
Oregui, 2016; Bermejo, Aierbe, Oregui & Bartau, 2018; 
Oregui, 2017) revealed interesting results. The initial phase, 
analysis of value/countervalue content, from Rokeach's 
(1973) framework, showed that the 86 episodes of Code 
Lyoko (non-narrative structure) and Doraemon (narrative 
structure) provided a wide range of ethical and skill values, 
especially life values, while aesthetic and transcendental val-
ues are scarcely represented (Aierbe & Oregui, 2016). Code 
Lyoko has a greater variety of values/countervalues. Howev-
er, Doraemon is more pedagogical in nature, given that it 
shows values with their respective countervalues in repeated 
fashion. Along with its formal characteristics, this facilitates 
comprehension of the messages. In the consecutive recep-
tion analysis phase, they found that the narrative skill index 
obtained by students is greater in the narrative structure, as 
opposed to the non-narrative structure. The stories produced 
by students referring to Doraemon are more extensive and de-
tailed, while those referring to Code Lyoko are almost exclu-
sively focused on explaining action sequences (which are also 
the most violent). The purpose, the motives and the conse-
quences of the actions are not specified (Bermejo et al., 
2018). In concordance with the content analysis conducted 
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in the initial phase, students identify the different val-
ues/countervalues present in the episodes, and although they 
tend to perceive more values than countervalues, they find a 
greater number of values/countervalues in the narrative 
structure than in the non-narrative (Oregui, 2017). Addition-
ally, as they grow older, they remember sequences better, 
make fewer errors and tend to perceive a greater number of 
values/countervalues. Although no statistically significant 
differences were found as far as attention is concerned, they 
did find some differences in regard to gender, given that fe-
male students use a greater number of causal connectors 
when retelling episodes, and identify more socio-emotional 
values/countervalues than male students.  
In conclusion, the majority of studies that delve in depth 
into narrative skill or perception of values/countervalues 
during childhood are mainly based on analysis of content 
and, to a lesser extent, analysis of reception or a conjoint 
analysis of content and reception, as in the latter body of re-
search mentioned. These works tend to use audio-visual con-
tents, but do not tend to consider the structure, which may 
be determining, along with other factors, such as age, gender 
and attention level to give meaning to messages. Thus, the 
question begged is: Which of these factors have an influence, 
and how do they influence upon retelling an episode viewed 
in terms of students' narrative skill and identification of val-
ues/countervalues? 
The following hypotheses are posed: a) the structure of 
the episode viewed is the factor with the greatest influence, 
and explains the most differences regarding narrative skill, 
such that if an episode with a narrative structure is viewed, it 
shall have a positive influence on the score, b) the structure 
of the episode viewed is the factor with the greatest influ-
ence, and explains the most differences regarding identifica-
tion of values, such that if an episode with a narrative struc-
ture is viewed, it shall have a positive influence on the score, 
and c) the structure of the episode viewed is the factor with 
the greatest influence, and explains the most differences re-
garding identification of countervalues, such that if an epi-
sode with a narrative structure is viewed, it shall have a posi-
tive influence on the score. 
The main purpose of the study is to analyse which per-
sonal variables (age, school year, gender, sustained attention 
and selective attention), contextual variables (public school 
or private-blended school and socioeconomic and cultural 
index) and variables related to media content (non-narrative 
and narrative structure) influence the narrative skill index 
and identification of values and countervalues by Primary 
Education students. The specific objectives: 1) To determine 
which factors influence, and how they do so, on the narrative 
skill index when retelling the episode viewed by students, 2) 
to analyse which factors influence, and how they do so, on 
the identification of values in the episode viewed by stu-
dents, and 3) to discover which factors influence, and how 
they do so, on the identification of countervalues in the epi-
sode viewed by students.  
 
Method 
 
The research has a quasi-experimental design with blended 
methodology (quantitative and qualitative). 
 
Participants 
 
186 Primary Education students collaborated in the 
study, with ages ranging between 7 and 13 (M = 10.04; SD = 
1.59), from four different schools in the province of Gipuz-
koa (Autonomous Basque Community). The sampling was 
by convenience (not random or probabilistic) and an attempt 
was made to have an equal proportion of schools by network 
(two from the public network and another two from the pri-
vate-blended network). 
Of the total of students: 104 (55.91%) belong to the pri-
vate-blended school network and 82 (44.09%) to the public; 
113 (60.75%) are in sixth year of Primary Education and 73 
(39.25%) in third; 94 (50.54%) are female and 92 (49.46%) 
male. 
 
Instruments of measurement 
 
Data were collected by applying the Escala Magallanes de 
Atención Visual (Magallanes Scale of Visual Attention) or EMAV 
(García & Magaz, 2011), viewing an episode with a non-
narrative structure (http://goo.gl8Jyo49) or one with a narra-
tive structure (http://goo.gl/7TSJhH), and conducting a 
semi-structured individual interview with the participating 
student. 
 
Procedure 
 
Firstly, the episodes were selected (Aierbe & Oregui, 
2016). This selection was essentially based on two criteria: 1) 
having high audience share (or screen share above 11 points) 
with the ages targeted by the study (8-12 ages) and 2) belong-
ing to different structure types (one non-narrative and the 
other narrative). Audience shares were requested from the 
agency Kantar Media (http://www.kantarmedia.com/es), and 
to establish the structure type each episode belonged to, we 
asked to experts in narratology. The selected episodes were: 
Fight to the Finish (episode from Code Lyoko) as the non-
narrative structure, since it alters the space-time order and 
uses attention grabbers or clinchers (such as sounds or appear-
ance/disappearance of characters); and La bombona de energía 
emocional (The Emotional Energy Tank an episode from 
Doraemon) as the narrative structure, since it is similar to the 
classic tale structure, with a beginning, climax and resolution. 
Secondly, we obtained the informed consent of mothers 
and fathers of students from third and sixth year of Primary 
Education from the four schools who agreed to participate. 
Data were collected in three consecutive phases: 
In the first phase, the EMAV attention scale was applied 
(García & Magaz, 2011) to students to verify if selective at-
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tention (attention quality) and sustained attention influence 
the research's results. 
In the second phase, students were sub-divided into two 
groups, in an attempt to keep an equal number of students 
by gender (between female and male students) and by school 
year (between third and sixth year of Primary Education). In 
one group, they viewed the episode with a non-narrative 
structure (a total of 89 students, 47.85% of the sample), and 
in the other group, the episode with a narrative structure (a 
total of 97 students, 52.15% of the sample). 
In the third phase, a semi-structured individual interview 
was conducted, with an approximate duration of 20 minutes. 
The purpose was to gather the narrative skill index, and the 
students' ability to identify values and countervalues. This re-
search presents the analyses and results from the first ques-
tion: “Tell everything you remember from the episode you watched”, a 
technique known as retelling. 
 
Data analysis 
 
Student responses or retelling were analysed to obtain the 
index for their narrative skill, and the total number of values 
and countervalues they identified while viewing both epi-
sodes. 
The narrative skill index includes the average of six com-
ponents (Bermejo et al., 2018): 1) mention of sequences (11 
sequences in total in each episode and each one rated with 0 
points, if not mentioned, and with 1 point, if mentioned par-
tially or totally), 2) mention of the introduction (sequence 
average 1 to 5 in the non-narrative episode and 1 in the nar-
rative type), the conflict (sequence 6 in the non-narrative epi-
sode and average of 2 to 4 in the narrative one), the resolu-
tion (sequence average 7 to 9 in the non-narrative episode 
and 5 to 9 in the narrative one) and the conclusion (sequence 
average 10 and 11 for both kinds of episodes), 3) mention of 
semantic nuclei of the means-ends (11 semantic nuclei in to-
tal for each episode, each one rated with 0 points, if not 
mentioned, and with 1 point, if mentioned partially or total-
ly), 4) use of segments or propositions (total number of seg-
ments counted), 5) use of causal connectors (total number of 
causal connectors counted) and 6) use of temporal connect-
ors (total number of temporal connectors counted). The 
Cronbach Alpha from the reliability analysis is acceptable, 
with a coefficient of α = .77. 
Identification of values or countervalues is calculated by 
the total sum of values and countervalues perceived while 
viewing the episodes. The values were categorised as: vital 
(e.g., playing), production (e.g., acquiring things), ethical (e.g., 
justice), socio-emotional (e.g., friendship), intellectual (e.g., 
desire to know or discover), aesthetic (e.g., beauty) and per-
sonal (e.g., self-esteem). The opposite of these means were 
categorised as countervalues (Aierbe & Oregui, 2016; 
Donoso, 1992; Oregui, 2017; Rokeach, 1973). 
Categorisation was executed with the programme NVivo 
10. After, with a query called coding matrix, we obtained the 
total number of values and countervalues categorised to ex-
port the data to an Excel file and import it into the SPSS 24 
programme for statistical analysis.  
NVivo also provides for a query called comparative encoding, 
to verify the percentage of inter-rater agreement and disa-
greement regarding the categorisation or modification made 
with one user name or another. The analysis shows concord-
ance between both judges, with a Kappa index at k = .83. 
Once the data matrix is prepared in SPSS, and we verify, 
by means of blended linear model analysis (multilevel or hierar-
chical regression), that there is no variance (p > .05 intersec-
tion) at the second level (school level and/or classroom lev-
el), we conducted the multiple linear regression analysis.  
Three multiple linear regression analyses were conducted, 
one for each dependent variable: narrative skill index (M = 
4.69; SD = 3.87), values identification (M = 7.77; SD = 
6.76), and countervalues identification (M = 5.05; SD = 
4.93). With these three models, predictive or independent 
variables were: type of structure of episodes viewed by the 
students (0 = non-narrative, 1 = narrative), age (M = 10.04; 
SD = 1.59), school year (0 = third year of Primary Educa-
tion, 1 = sixth year of Primary Education), gender (0 = male 
1 = female), quantile rating of sustained attention (M = 
43.68; SD = 27.16), quantile rating of selective attention or 
attention quality (M = 34.68; SD = 25.33), and the network 
(0 = public, 1 = private-blended) and Socioeconomic and 
Cultural Index (M = -.06; SD = .74) of the school. 
To verify possible co-linearity effects in the resulting 
models between predictive or independent variables, in each 
regression analysis, co-linearity diagnostics or statistics (Bowerman 
& O’Connell, 1990; Field, 2009; Menard, 1995; Myers, 1990) 
were requested in each regression analysis. Furthermore, the 
procedure was repeated, each time extracting an analysis 
predictor (from the predictor with the highest rating to the 
predictor with the lowest rating in terms of significance) to 
observe possible variations in the significance value. In other 
words, corroborating if the predictor continues to be statisti-
cally significant (p < .05) or not (p > .05). 
In any event, a simple linear regression analysis was also con-
ducted with each one of the predictive or independent varia-
bles (one model for each predictor) to definitively confirm if 
said predictors are significantly significant in relation to the 
narrative skill index and in identification of values and coun-
tervalues. 
 
Results 
 
Narrative skill index 
 
Table 1 shows the first multiple linear regression analysis 
(model 1), which predicts in a statistically significant way (F 
(8, 177) = 13.91; p < .001) 39% variance in the students' nar-
rative skill index. 
Based on said model, variance is mainly due to the type 
of structure (non-narrative and narrative) of the episode 
viewed (t (177) = 8.68; p < .001) followed by the network (t 
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(177) = 4.90; p < .001) and Socioeconomic and Cultural In-
dex (t (177) = -4.89; p < .001) of the school. 
Moreover, correlations and statistics or diagnostics of co-
linearity show a high relationship (r > .90; VIF > 10 and tol-
erance < .1) between student age and school year predictors, 
as well as between the network and Socioeconomic and Cul-
tural Index of the school that may be affecting regression 
models. By eliminating the non-statistically-significant pre-
dictors from the model one-by-one (from the predictor with 
the greatest to the least significant value), the following pre-
dictors appear as statistically significant (model 2): structure, 
school network, selective attention and Socioeconomic and 
Cultural Index. 
However, upon subjecting them to a simple linear regression 
analysis (model 3 to 6), we verify that only the structure type 
(non-narrative or narrative) of the episode viewed continues 
to be statistically significant (R2 = .27; F (1, 184) = 67.84; p < 
.001) and we confirm that this is the predictor with the 
greatest variance if comparing the R2 value in the models ob-
tained. 
 
Table 1. Multiple and simple linear regression of the narrative skill index. 
 R2 F B SE B β t p 
Model 1: Narrative Skill .386 13.914     .000*** 
Intercept (Constant)   1.104 4.019  .275 .784 
Predictor (Structure)   3.963 .457 .514 8.675 .000*** 
Predictor (Age)   -.422 .457 -.174 -.924 .357 
Predictor (School Year)   1.951 1.465 .247 1.332 .185 
Predictor (Gender)   -.197 .477 -.026 -.412 .681 
Predictor (Sustained Attention)   .002 .009 .011 .168 .867 
Predictor (Selective Attention)   -.018 .009 -.117 -1.880 .062 
Predictor (School Network)   8.713 1.780 1.122 4.895 .000*** 
Predictor (Socioeconomic and Cultural Index)   -5.813 1.189 -1.113 -4.887 .000*** 
Model 2:  Narrative Skill .376 27.248     .000*** 
Intercept (Constant)   -2.173 1.110  -1.957 .014 
Predictor (Structure)   3.949 .453 .512 8.711 .000*** 
Predictor (Selective Attention)   -.018 .009 -.121 -2.053 .041* 
Predictor (School Network)   9.086 1.731 1.170 5.248 .000*** 
Predictor (Socioeconomic and Cultural Index)   -6.008 1.166 -1.150 -5.153 .000*** 
Model 3:  Narrative Skill .269 67.837     .000*** 
Intercept (Constant)   2.605 .351  7.418 .000 
Predictor (Structure)   4.004 .486 .519 8.236 .000*** 
Model 5: Narrative Skill .004 .743     .390 
Intercept (Constant)   4.418 .427  10.344 .000 
Predictor (School Network)   .492 .571 .063 .862 .390 
Model 4: Narrative Skill .009 1.759     .186 
Intercept (Constant)   5.208 .480  10.843 .000 
Predictor (Selective Attention)   -.015 .011 -.097 -1.326 .186 
Model 6: Narrative Skill .000 .082     .775 
Intercept (Constant)   4.686 .285  16.441 .000 
Predictor (Socioeconomic and Cultural Index)   -.110 .385 -.021 -.286 .775 
p < .05*; p < .01**; p < .001*** 
 
 
Figure 1. Narrative skill regression line. 
If the regression formula is applied with the beta values 
(B) from the third model (Yi = b0 + b1Xi), see Figure 1, the 
results show that it can be expected that students who view 
an episode with a non-narrative structure (Xi = 0) obtain a 
lower rating in the narrative skill index (Yi = 2.60) than those 
(Yi = 6.61) who view a narrative episode (Xi = 1). 
By calculating the residual (ei) for each student (meaning 
the differential between the rating obtained and the expected 
rating), we verify (see Figure 2) that, of the total sample (N = 
186), 47.31% (n = 88) of students reach a positive residual 
(obtains a rating greater than expected) while 52.69% (n = 
98) reach a negative residual (obtains a rating lower than ex-
pected). Amongst students who viewed an episode with a 
non-narrative structure (N = 89), a 47.19% (n = 42) obtain a 
positive residual and 52.81% (n = 47) negative, and those 
who have viewed the episode with a narrative structure (N = 
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97), a 47.42% (n = 46) obtained a positive residual and 
52.58% (n = 51) negative. 
 
 
Figure 2. Scatter plot of narrative skill by episode structure. 
 
Identification of values 
 
Table 2 shows the second multiple linear regression analysis 
(model 1), which predicts in a statistically significant way (F 
(8, 177) = 23.54; p < .001) 52% variance in the identification 
of values. 
Based on said model, variance is mainly due to the type 
of structure (non-narrative and narrative) of the episode 
viewed (t (177) = 12.20; p < .001) followed by the school 
network (t (177) = 4.55; p < .001), the students' school year (t 
(177) = 2.07; p < .05) and the Socioeconomic and Cultural 
Index of the school (t (177) = -4.39; p < .001). 
Moreover, correlations and statistics or diagnostics of co-
linearity show a high relationship (r > .90; VIF > 10 and tol-
erance < .1) between student age and school year predictors, 
as well as between the network and Socioeconomic and Cul-
tural Index of the school that may be affecting regression 
models. By eliminating the non-statistically-significant pre-
dictors from the model one-by-one (from the predictor with 
the greatest to the least significant value), the following pre-
dictors appear as statistically significant (model 2): structure, 
school network, school year selective attention and Socioec-
onomic and Cultural Index. 
However, upon subjecting them to a simple linear regression 
analysis (model 3 to 7), we verify that only the structure type 
(non-narrative or narrative) of the episode viewed continues 
to be statistically significant (R2 = .42; F (1, 184) = 130.49; p 
< .001) and we confirm that this is the predictor with the 
greatest variance if comparing the R2 value in the models ob-
tained. 
 
Table 2. Multiple and simple linear regression of values identification. 
 R2 F B SE B β t p 
Model 1: Values .515 23.536     .000*** 
Intercept (Constant)   3.676 6.245  .589 .557 
Predictor (Structure)   8.661 .710 .642 12.202 .000*** 
Predictor (Age)   -1.001 .710 -.236 -1.410 .160 
Predictor (School Year)   4.703 2.276 .341 2.066 .040* 
Predictor (Gender)   .253 .741 .019 .341 .733 
Predictor (Sustained Attention)   .000 .015 .001 .025 .980 
Predictor (Selective Attention)   -.026 .015 -.098 -1.770 .078 
Predictor (School Network)   12.595 2.765 .928 4.554 .000*** 
Predictor (Socioeconomic and Cultural Index)   -8.105 1.848 -.887 -4.385 .000*** 
Model 2: Values .509 37.393     .000*** 
Intercept (Constant)   -4.770 1.778  -2.683 .008 
Predictor (Structure)   8.723 .706 .646 12.350 .000*** 
Predictor (School Year)   1.662 .722 .120 2.301 .023* 
Predictor (Selective Attention)   -.030 .014 -.114 -2.172 .031* 
Predictor (School Network)   13.429 2.693 .989 4.987 .000*** 
Predictor (Socioeconomic and Cultural Index)   -8.596 1.813 -.941 -4.742 .000*** 
Model 3: Values .415 130.487     .000*** 
Intercept (Constant)   3.236 .549  5.889 .000 
Predictor (Structure)   8.692 .761 .644 11.423 .000*** 
Model 4: Values .007 1.346     .248 
Intercept (Constant)   7.122 .746  9.551 .000 
Predictor (School Network)   1.157 .997 .085 1.160 .248 
Model 5: Values .007 1.344     .248 
Intercept (Constant)   7.055 .790  8.926 .000 
Predictor (School Year)   1.175 1.014 .085 1.159 .248 
Model 6: Values .009 1.604     .207 
Intercept (Constant)   8.629 .840  10.269 .000 
Predictor (Selective Attention)   -.025 .020 -.093 -1.266 .207 
Narrative skill and identification of values and countervalues in cartoons by Primary Education students                                                                   275 
 
anales de psicología / annals of psychology, 2019, vol. 35, nº 2 (may) 
 R2 F B SE B β t p 
Model 7: Values .000 .030     .863 
Intercept (Constant)   7.776 .499  15.596 .000 
Predictor (Socioeconomic and Cultural Index)   .117 .673 .013 .173 .863 
p < .05*; p < .01**; p < .001*** 
 
If the regression formula is applied with the beta values 
(B) from the third regression formula model (Yi = b0 + b1Xi), 
see Figure 3, the results show that it can be expected that 
students who view an episode with a non-narrative structure 
(Xi = 0) perceive fewer values (Yi = 3.24) than those (Yi = 
11.93) who view a narrative episode (Xi = 1). Identify ap-
proximately 3 or 4, as opposed to 11 or 12 values. 
 
 
Figure 3. Value regression line. 
 
 
Figure 4. Scatter plot of values perceived by episode structure. 
 
By calculating the residual (ei) for each student (meaning 
the differential between the rating obtained and the expected 
rating), we verify (see Figure 4) that, of the total sample (N = 
186), 47.31% (n = 88) of students reach a positive residual 
(obtains a rating greater than expected) while 52.69% (n = 
98) reach a negative residual (obtains a rating lower than ex-
pected). Amongst students who viewed an episode with a 
non-narrative structure (N = 89), a 43.82% (n = 39) obtain a 
positive residual and 56.18% (n = 50) negative, and those 
who have viewed the episode with a narrative structure (N = 
97), a 50.52% (n = 49) obtained a positive residual and 
49.48% (n = 48) negative. 
 
Identification of countervalues 
 
Table 3 shows the third multiple linear regression analysis 
(model 1), which predicts in a statistically significant way (F 
(8, 177) = 23.92; p < .001) 52% variance in the identification 
of countervalues.  
Based on said model, variance is mainly due to the type 
of structure (non-narrative and narrative) of the episode 
viewed (t (177) = 12.14; p < .001) followed by the school 
network (t (177) = 4.73; p < .001), the students' school year (t 
(177) = 2.57; p < .05) and the Socioeconomic and Cultural 
Index of the school (t (177) = -4.52; p < .001). 
Moreover, correlations and statistics or diagnostics of co-
linearity show a high relationship (r > .90; VIF > 10 and tol-
erance < .1) between student age and school year predictors, 
as well as between the network and Socioeconomic and Cul-
tural Index of the school that may be affecting regression 
models. By eliminating the non-statistically-significant pre-
dictors from the model one-by-one (from the predictor with 
the greatest to the least significant value), the following pre-
dictors continue to appear as statistically significant (model 
2): structure, school network, school year and Socioeconom-
ic and Cultural Index. 
However, upon subjecting them to a simple linear regression 
analysis (model 3 to 6), we verify that only the structure type 
(non-narrative or narrative) of the episode viewed continues 
to be statistically significant (R2 = .41; F (1, 184) = 125.80; p 
< .001) and we confirm that this is the predictor with the 
greatest variance if comparing the R2 value in the models ob-
tained. 
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Table 3. Multiple and simple linear regression of countervalues identification. 
 R2 F B SE B β t p 
Model 1: Countervalues .519 23.919     .000*** 
Intercept (Constant)   2.745 4.539  .605 .546 
Predictor (Structure)   6.265 .516 .636 12.143 .000*** 
Predictor (Age)   -.888 .516 -.287 -1.721 .087 
Predictor (School Year)   4.250 1.655 .422 2.568 .011* 
Predictor (Gender)   -.252 .539 -.026 -.468 .641 
Predictor (Sustained Attention)   .006 .011 .034 .578 .564 
Predictor (Selective Attention)   -.013 .011 -.067 -1.212 .227 
Predictor (School Network)   9.499 2.010 .959 4.726 .000*** 
Predictor (Socioeconomic and Cultural Index)   -6.072 1.343 -.911 -4.520 .000*** 
Model 2: Countervalues .504 46.045     .000*** 
Intercept (Constant)   -5.185 1.267  -4.092 .000 
Predictor (Structure)   6.303 .517 .640 12.197 .000*** 
Predictor (School Year)   1.538 .529 .153 2.909 .004** 
Predictor (School Network)   10.067 1.968 1.016 5.115 .000*** 
Predictor (Socioeconomic and Cultural Index)   -6.288 1.324 -.943 -4.749 .000*** 
Model 3: Countervalues .406 125.796     .000*** 
Intercept (Constant)   1.775 .404  4.393 .000 
Predictor (Structure)   6.276 .560 .637 11.216 .000*** 
Model 4: Countervalues .011 2.074     .152 
Intercept (Constant)   4.463 .543  8.217 .000 
Predictor (School Network)   1.046 .726 .106 1.440 .152 
Model 5: Countervalues .014 2.578     .110 
Intercept (Constant)   4.329 .575  7.529 .000 
Predictor (School Year)   1.185 .738 .118 1.606 .110 
Model 6: Countervalues .001 .170     .681 
Intercept (Constant)   5.061 .364  13.911 .000 
Predictor (Socioeconomic and Cultural Index)   .202 .491 .030 .412 .681 
p < .05*; p < .01**; p < .001*** 
 
If the regression formula is applied with the beta values 
(B) from the third regression formula model (Yi = b0 + b1Xi), 
see Figure 5, the results show that it can be expected that 
students who view an episode with a non-narrative structure 
(Xi = 0) perceive fewer countervalues (Yi = 1.78) than those 
(Yi = 8.05) who view a narrative episode (Xi = 1). Identify 
approximately 1 or 2 as opposed to 8 or 9 countervalues. 
 
 
Figure 5. Countervalue regression line. 
 
By calculating the residual (ei) for each student (meaning 
the differential between the rating obtained and the expected 
rating), we verify (see Figure 6 that, of the total sample (N = 
186), 44.62% (n = 83) of students reach a positive residual 
(obtains a rating greater than expected) while 55.38% (n = 
103) reach a negative residual (obtains a rating lower than 
expected). Amongst students who viewed an episode with a 
non-narrative structure (N = 89), a 47.19% (n = 42) obtain a 
positive residual and 52.81% (n = 47) negative, and those 
who have viewed the episode with a narrative structure (N = 
97), a 42.27% (n = 41) obtained a positive residual and 
57.73% (n = 56) negative. 
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Figure 6. Scatter plot of countervalues perceived by episode structure. 
 
Discussions and Conclusions 
 
The results obtained show that the structure (non-narrative 
or narrative) of the fictional content viewed has a greater in-
fluence on narrative skill and identification of values and 
countervalues, as opposed to personal factors (such as age, 
the school year, gender and attention level of students) or 
contextual factors (such as the network and Socioeconomic 
and Cultural Index of the school). Unlike other works of re-
search that have studied these variables separately or partial-
ly, this work has considered all of them conjointly by means 
of regression analysis. 
According to the beta values (B) of the regression models 
executed, there is a differentiated level of demand for those 
who view one or another structure, given that it is expected 
that those who view the narrative structure obtain four more 
points in narrative skill, and identify eight more values and 
six countervalues than those who view the non-narrative. 
This could explain why, generally speaking, most students 
obtain scores lower than they should (or more negative re-
siduals than positive). Although research customarily (Ber-
man, 1996; Donoso, 1992; Flake et al., 2007; Fogel, 2006; 
Klop et al., 2013;  Labaš & Maleš, 2017; Longobardi et al., 
2014; McCabe & Peterson, 1991; McConnell, 2011; Schnei-
der, 1996; Schneider & Dubé, 2005; Slobin, 1996; Stein & 
Glenn, 1979; Tamborini et al., 2017; Trabasso et al., 1984; 
Ukrainetz et al., 2005) alludes to the fact that the ages stud-
ied (8-12 ages) and their narrative skill, attention capacity and 
system of values or countervalues is under full development 
phase, this study in considering the structure, among other 
factors, determines that is more influential than the age or 
school year of the student, given that this is the predictor 
that explains the greatest variance.  
Moreover, in comparing both structures against one an-
other (non-narrative vs narrative) in regard to the differential 
between the score obtained and the score expected (percent-
age of students with positive or negative residual), it is ob-
served that in narrative skill index and identification of val-
ues, most students who view the non-narrative structure ob-
tain lower scores than they should (the percentage of stu-
dents with a negative residual is greater in the non-narrative 
structure as opposed to the narrative) and vice-versa, higher 
scores than they should when viewing the narrative structure 
(the percentage of students with a positive residual is greater 
in the narrative structure as opposed to the non-narrative). If 
the formal characteristics inherent to both structures are tak-
en into consideration (Bermejo, 2005; del Río, Álvarez & del 
Río, 2004), these results converge and confirm findings from 
other works of research that conclude that the episodes 
characterised by narrative structures favour development of 
students' narrative skills (Bermejo et al., 2018), as well as the 
identification of values and countervalues (Oregui, 2017), as 
opposed to others characterised by non-narrative structures. 
Regarding the identification of counter-values, it works 
contrary to expectations. Upon visualising the non-narrative 
structure, most students perceive more countervalues than 
they should (the percentage of students with positive residual 
is greater in the non-narrative structure as opposed to the 
narrative) and vice-versa, fewer countervalues than they 
should upon viewing the narrative structure (the percentage 
of students with negative residual is greater in the narrative 
structure as opposed to the non-narrative). This matches 
with certain works of research that observe, via content anal-
ysis, that there is a greater presence of countervalues and 
values in non-narrative structures (Aierbe & Oregui, 2016; 
Oregui, 2017). However, reception studies reveal that much 
fewer countervalues and values are identified in non-
narrative structures, as opposed to the narrative, and fewer 
countervalues than values in general (Oregui, 2017). There-
fore, as mentioned above, this finding may be due to the fact 
that the level of demand is much greater for those viewing 
the narrative structure (perceiving eight, as opposed to two 
countervalues). 
Continued exposure over time to this kind of episode 
may have an influence on narrative skill and the values sys-
tem that the student is constructing, so emphasising consid-
eration of formal aspects in fictional content for future re-
search, as well as their educational implications, proves nec-
essary. 
In later studies, it would be advisable to collect infor-
mation that refers not only to preferences, but also to the as-
siduity and frequency with which students view this kind of 
content, or even if they have previously viewed the episode 
shown. Moreover, so that they can transfer what they have 
seen to their own life experience, and for it to have a greater 
impact on the development of their values system, teachers 
and/or parents can ask them to remember a similar situation 
or experience they have had. This is where the inescapable 
work of these mediation agents comes into play. 
The study's main limitation is the sample size. If it would 
be increased, could be verify if the same results continue to 
obtain in the narrative skill and identification of values and if 
these vary in relation to countervalues. It would also make it 
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possible to contrast, even though in this research has not 
been found, if there is indeed variance or not at different 
levels (classroom level, school level, etc.), in case of variance, 
there should be made multilevel or hierarchical regression 
analysis. What is more, additional personal and contextual 
factors other than those mentioned prior could be included 
(for example, previous student performance in reading com-
prehension, written or oral expression, etc.) to attempt to in-
crease the variance percentage explained by the regression 
models, and corroborate if the structure still acts as the sole 
predictor and/or with the greatest influence on narrative 
skills and identification of values and countervalues. 
This research is interesting because it predicts, by means 
of controlling personal and contextual factors through re-
gression analyses, that the students' retelling (analysed as nar-
rative skill and identification of values and countervalues) 
will be of lower quality when viewing non-narrative struc-
tures, as opposed to narrative structures.  
The results found help to blur the line between formal 
and informal settings, and as different studies point out 
(Abuzahra et al., 2016; Alonso, 2016; Russo et al., 2007; 
Fabbro & Sánchez-Labella, 2016; Gladkova, 2013; Hadley & 
Nenga, 2004; Özer & Avci, 2015; Šramová & Pavelka, 2017), 
the increasing development of Information and Communica-
tion Technologies (ICT) in society today, and schools' con-
tribution to media literacy in younger generations, has led 
them to increasingly use audio-visual media as a teaching-
learning tool.  Notwithstanding, and as shown by this re-
search, when selecting appropriate audio-visual resources to 
develop narrative skills and educate in values or counterval-
ues in formal and non-formal settings, not only potential 
value and countervalue content must be considered; rather, 
the non-narrative or narrative structure must also be taken 
into consideration, so as to contribute to developing media 
skills, such as proposal that Oregui, Aierbe, Bermejo & 
Bartau (2017) make for Primary Education. 
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